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. The effectiveness of individually prescribed microteaching training modules in the
- .7 acquisition of selected teaching behaviors is being studied in fwo difterent contexts:
during the preinternship: year in the Master of Arts in Teaching Program, Johns
Hopkins University, and during student teaching in ‘Teacher Education Centers,
University of Maryland. It is hypothesized that the experimental (microteaching)
groups (1) will acquire a significantly greater. number of selected, specific teaching
behaviors. (2) will have a significantly higher indirect-direct ratio, (3) will acquire a
greater number of alternative teaching patterns, and (4) wil make a significantly
greater number of "emitted” responses. The final report will compare seven teaching
performances of five trainee groups. preliminary findings have been analyzed for one
comparison between 10-minute, video taped samples of teaching performance (1) of
the control group (22 randomly selected interns who had one summer of student
teaching but no microteaching before their internship) during the eighth and 12th
weeks of their internship and (2) of a microteaching group (10 interns who had one
semester- of course study and microteaching before internship). on 3 final
microteaching lesson prior to internship. Three different instruments were vsed for
coding and scoring data before t test analysis. Findings support hypotheses 1 and 3.
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THE EFFECTIVENESS OF INDIVIDUALLY PRESCRIBED MICRO-TEACHING
TI-AINING MODULES ON AN INTERN®*S SUBSEQUENT CLASSROOM PERFORMANCE
Dorothy A. Young
The Johns Hopkins University

David 8. Young
University of Maryland

The purpose of this study {s to assess the effectiveness of
individually prescribed micro-teachirg training modules in the acquisition
of selected teaching behaviors prior to classroom teaching experience and
subsequent implementation of these behaviors in classroom teaching. This
is a preliminary report of the study to be completed in the Fall semester

of 1969.

Rationile

Prior to the development of micro-teaching, specific teaching
behaviors (skills) were primarily "caught" rather than taught 8s the
teacher was immersed in full classroom teaching. The novice teacher out
of frustration often resorted to imitating and adopting a supervising
teacher's "style" of teaching without regard for his own individuality or
the teachingelearning situation.

The micro teaching concept as developed at Stanford University
(Push and Allen, 1963) consisted of a predetermined sequerce of micro-
teaching sessions for the acquisition of selected teaching skills. 1In this
wuy, the novice teacher acquired a set of specific teaching behaviors and
began developing a "styie" of his own. Stanford studies indigate that

performance in micro-~teaching situations predicts subsequent classroom

performance at a significant level (p -~ .001 chi square predictive




‘+

relationship)  Pradictinns are med2 on as eisht item TDR M"global"™ rating
instrument of teashing performance (Allen and Fortume, 1964}, Fortune et. al.
(1967) report significant gains {p < .01) on selescted teaching skills over
the Six waszk eourse of the eclinic.

Novice teachers display considerable varfability in their repertory
of teaching behaviors on an initial diggnostic performance. For example, whan
requested to teach a lesson vepresantative of thelr teaching ability, ons
perscn may lecture; another may conduct & questions-and-answer session based
on racall. Still otherswill use different skills. Some will incorporate
several skills into theipr teaching. Let 1t suffice to say that teacher
candidates do mot possess like repertories of teacher behavior. We must alse
state the obvious--all teacher candldates do not zcquire teaching skilis at
the same rate.

The novice teachexr®s fnduction futo the teaching profession is often
accompaniad by considerable trauma, discouragement, and failure. This is
due {n large measure to the sudden immersion into the complexities of teaching
a sophisticated concept to thirty or more pupils, cach manifesting different
psychological, cultural, and scciological orientations. Tha way the novige
teacher has been inducted into teaching would be analogous to training airiine
pilots {f they took up a full load of passengars the first day after pilot
schoal.

Miero=teaching, simulation, focused observation, et¢. can provide
graduated experiences for a teascher trainse. However, these experiences are
often common for all trainees without first assessing each person's teaching
ability or repertory of teaching skilis.

If teachers are to compete with machines they need to perform in
ways i machine can not. A machine can not discriminate between one individual

and another unless a specific butten is pushed which would yield a previously
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progréamed vesponse. The glassronm tescher wmust be equipped to initiate as

i well as to respand in any situation confronting him. He must be flexiblel

Ha must be able to make professicaal decisions based on a thorough analysis
of Yparscnalogical® factors of hwth pupils and himseif, the conteac,
conditions of lzarning, etce., arciving at strategies which are designed

to mezt each learyning objective.

However thovough the 2nalysis may b2 and complete and filexibdle the
strategles, if the teacher can not exaiute these aliernmative strategies in
the ciassroom he has been veduced to a machine. If one follows this line of
reasoning, teacher educators are obligated to provide teachers the
opportunity to acquire as full a repartoire of alternative teaching behaviors
as possible. Altheough this study is concerned only with the acquisition and
practice of specific teaching behaviors in a constricted teaching-learning
situation, the entire spectrum of teacher sducation activities should be on

an individually diagnosed and prescribed basis whercver feasible.

Description of the Study

The uffectiveness of $adividually prescribed micro-teaching training
modules is being studied in two different contexts: during the pre-internship
vear in the Master of Arts in Teaching Progeam, The Johns Hopkins University

and during student teaching in Teacher Educaiion Centers, University of
g y

Maryland.

Pre-integnship - Johrs Hepkins University « The experimental group is

comprised of 40 fnterns who are in their academic year or semester preceding
the fLwbernship. One group of 30 inte.ns in this academic year (1968-69) are
involved in course work and micre-ieachine prior to their semester (Fall, i969)
of intzriuship the following agademic vear. The other group of 10 interns

have one sumester {(Fall, 1968) of cowrse study and microsteaching followed

by a semester {Spring, 1969) internship. The present study is limited to the




one~semester microsteaching aroup. Tha flnal report will include both

gXoups.
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their classroom {ntemship during the Fall sesestsr, 1968. The control

group did net have mizro-teashiny before on during thely internship. Thay

participated in an observation-tescher zide-studeat teaching expericenca

during the summer, 1968.

The present repor: consists of o ﬁcmpayisoa of teneminute, video-taped
samples of teachiag perismmaace of the control sroup batwoen the ejghth and
twelfth weeks of their iutcrnship and the cuc-semester miero-teaching group
on a final micro-teachiny lccson three wesks prior teo bezinning their glasse
room internship.

The final report will cousig: of & comparison of the following teaching

pecformances:
1. A control group sample between the aighth and twelfth weeh
of the internship (inmcluded in present study).

2. A control group sample duving the final three weeks of the

internship.
3. The cone-semester snd academic year micro~teaching group's

first diagnostic performance and final micro<teaching lesson.

4. The one~semester micro-teaching grgup's internship performince
during the first three weeks of internship and during the
final three weeks of interaship.

5. The academic year micro-teaching group’s internship perforumance
during the first threes ueeks and during the last three weels

of the internship.

:
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Interns in the experimental group prepare and teach a five-minute

diagnostic lesson to a group of four pupils. This performance is coded




using a modifjed versiin of Hough's Observation System for classroon
anaivsigs (Amidon and Hiugh, 1963) and Dimensions of Teacher DBehaviox
{Universiky of Marylani, 1969) and Performance Criteria for Micro-Teuaching
{Young and Young, 1969}. These ¢ame instruments are used for subsequant
diegnosis ond analysis and will be veferred to collectively as the
{nstrument s,

Base¢ on the fopegoing 2nalysis and inventory, 8 series of micro-
teachiag treining modules are prescribed for the acquisition and prictice
of selected taacher beh@viors. Thess modules are not dictated to t'e
intern but are mutuaily determined duzing the playback and conferenze of
the diagnostic and each subsequent conference during the series. With the
exception of th: one~Samzster group, the interns teach a "mid~-veay’ ilagnostic
lessor whick 4s analyzed and ancther series of modules are prescrib:d.

The micro-teaching sessions are held in private and public sthools in
Baltimore City and Couaty. Students are obtained from study halls; released
time activities and in some cases, classes. Each time an intern te:cches, it
{s to a different grous of pupils.

Typical Micro-72aching Training tedules -~ The research on mi{ros

teaching indicates tha: a variety of formats has been effective in uodifying
a teacher's behavior (Allen et. al, 1967; Orme, 19663 Young, 1968, 19693
Fortune et. al., 1967). Thers is some evidence that di fferent teaching
behaviors can be more effectively taught in one format than ancther but the
results are far from conclusive. The development of the following modules
and conference strategies is based upon the above studies and the eyperience
of the authors.

1. Basic module - This consists of a teacher teaching 2 5=-10

minute lesson to 4 pupils. The performance is video tapt:d




2.

3.

4.

and played back immediately. During the ensulng conferenc:
and video-tapz playback, the supervisor focuses cn one s»ezific
teaching benavior providing diseriminaticn training ard
reinforeament. The teacher reteaches the same lesscn agziy o
a different group of pupils agtemétiﬁg te use alternative
componenss of the same dimension of teaching behavioer.

Following the reteach, a confizmation confaerence {s held.

Extended Basic Modunls -« This Tfoxmnat s the same ay above bt

the teacher may rateach twe or three times if he has not
reached criteria for that gpenific behavior.

Multiple Modules - Within & two hour period of time, & teacher

may combine midules 1 and Z above and concentrate on two o
move specific taaching behaviors werking from ons basic lesson
which is repentedly taught to different students.

Alternative Conference Styatepies - In additien to the supera

visor providing discrimination training and reinforcement on
the teacher's own performance between teaching sessions, &
variety of mcdelling protocols are also used. Three basic
kinds of modeis are used: video tape, sudio tape, and wriiten.
The models aze & constructed tesching-learning situation in a
micro~teaching format. The medel presents a specific teaching
behavior which is exaggerated, and competing and distracting
stimull (behsviors other than the one desired) are limited

The video~tape models are viewed by the teacher with the super-
visoy or alone. In the latter case, the model is self-

instructional. The viewer {s focused on the specific teaching




behevior by means of an auditory and/er vissal prompt. For a review of the
research and detajled description of wedelling, see Young, 1969.

Pra.i¥icvo-Teaching Seminars - instructional sessions are held pylor

to some microeteaching sessions. During these sessions, the eriteris for

a spacific teaching behavioy are develeped; and models may be shown. These
seminars are normally cosducted when & specific teachling behaviex viil o
the focus for all interas during the next micro-teaching sesslon. This was
the case for the specific teaching behavier, “Opientation of Fupils ¢o the
Learning Task". The diagnostic of the agademic veay micro-teaching group
revealed that only two teachers usad the skill., Conseguently, 2 basic

micro-teaching module was prescribed for all fncerns.

Teacher Education Centers - University of Maxyland

The University of Maryland has established Tezacher Education Centers
which are comprised of several public schonls geographically contiguaus.
The Teacher Education Center concept i5 umique to the extent that it focuses
on continuous educatiordl personnel development and is cooperatively
developed and administered by the University and public school. The
University personnel assume major responsibility for training Center faculty
for a significant role in the induction of student teachers into full time,
professional teachers. Coerdinating this program and located in the Canter
{s a full=time, joint appeintes of the University and school. Tt is within
this context that the establishment of individually prascribad micro~-teaching
training modules will aiso be studied. During the Spring semester, 1969,
twelve student teachers will be placed in two Teacher Education Centars.
Concurreant with the microeteaching &nd subsequent student teaching phase of
the semester, both general and specific method courses will be taught.

A1l student teachers in this experience wiil teach & diagnostic lessin
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the third day of the semester. The procedure for diagnosing and prescribing
will be similar to that described above. One exception to thate~the
instructional seminars will be a part of the ongoing "methods" fnstruction.
The second exception will be that caly 2 portion of the preseribed modules
will occur prior te some classroom teaching. Once student teachers begin
classreom teaching, the prescription of tyajning modules will be based on
their performance in the classreom as well as their past performance in
micro-teaciing sessions. A comparicon wilil be mace of the student teachers'
agiagnostic teaching performance and thelr performence during the last two
weeks in the Center. These data will be analyzed using the instruments
described above.

Preseribed Micre-Teaching Training Modules

The present report includes only those wmodiles prescribed for the

one-sz2mester mtevo-teaching group:

Specific Number Tyse
Teaching of of Conference
Behavior Interns Seminax Modvie Strategy
Establishing i0 Yes 1 Discrimination
Crientation to with Training
the Learning Mods=l
Task
Pzrobing (/3 Ne 3 Video~Tapz Model
Biscrimination
Training
Reinfsrcement 5 Ne 2 Discrimination
Trajining
Closure 3 No 3 Written Model
Video-Tape Model
Discrimination
Training
Higher Order 7 No 2 Written Model
Questions Discrimination
Training
Non=Varbal Cues 3 No 3 VidaneTape Model
Discrimination

Training




dysothases

I. The experimental (micro-teaching) group will acquire a
significantly greater number of selected, specific
teaching behaviors.

II. The experimental (micro-teaching) groip will have a
significantly higher indirect/direct :atto.

III. The experimental (micro-teaching) grovp will acquire a
greater numher of alternative teaching patterns.

IV. Students i{n the experimental {micto-teaching) group will
make a8 significantly greater number of Yemitted"”

XYesSponses.

Collection and Analysis of Data

The data was collected for this report by video tipirg a ten-minute
sampl: of the interns in the control group in the classro.m between the
efght 1 and twelfth week. These recordings were coded usin: Hough®s
Obsersation System for the Analysis of Classroom Imstruction ant Performance
Criteria for Micro-Teaching. A sample of a Specific Teaching Behavior is
ttlusiration in the Appendix.

Only the performance criteria for specific teaching behaviors
taugh: in the micro-teaching moduies were used. Tie final micro-teaching

pexfo:mance of .he one-semester mic¢ro-teaching grotp was also video taped and

subjented to the same analysis.

In the present study, interrater reliability was determined by using
the p:ocedure described by Scott (1953). Coefficieats of .80 and above were
obtaied.

In this preliminary report, the "t" test was used to compare the

perceatages of time teachers in both groups spent in each of the sixteen
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categsries. The "t" test was also employed to compare the mean score
di fferences between the two groups ¢f celected performance criteria and
aselec:ed interaction analysis ratios.

In addition to the above, more sophisticated statistical measures

will "e used {n the final report.

Test <f Hypotheses

The first hypothesis--the experimental grour will acquire a
significantly greater number of selected, specific teaching behaviors.
On the basis of the preliminary findings, the data {n Table I jndicate that
intermns in the micro-teaching group performed selected teacher behaviors at

2 significantly higher mean frequency than those ir the control group.

TABLE 1

Comparison of Performance of Selected
Specific Teachiag Behaviors

TR © IR S RTINS SIS A SO ORI - LRSI A et

Micro Stgnificance
Bel .
Total Reinforcement M 21.4 M 11.9 2,93 -005
Number of Different - -
Reinforcements M 3.78 M 2.0 3.79 .005
EstabliShing Ortentation 'ﬁ '78 418 8057 .0005
to the Task
Probing M 5.44 M 1.55 3.70 .005
Closure M .67 M .18 2.58 .01
The second hypothesise-~the experimental group will have a significantiy
higher indirect/direct ratio. Hypothssis II was net supported by a test of
E
|

the difference of means for the two groups. The micro-teaching group did




11

reach significence at the .10 level when applying the Revised Indirect/Direct
ratio (categories 1.3 to 7-9), Table II illustrates the compsrison of the
micro-teaching and classroom teacher groups on both the Indirect/Direct

and Revised Indirect/Direct ratios.

TAGLE 1%

Comparison of Micro«Teaching and Classroom
Samples of Teachers

REVISED INDIRECT/DIRECT RATIO

Micro~Teaching Clagsroom Mean t
.00 13.00
19.00 2.25 Micro-Teaching .
2,50 .00 7.73 .50
.00 9.00 Significant
25.00 -00 Classroom at the .10
11.00 1.50 o level
.00 .87
8.00 3.40
4.00 .00
3.00

2.50 i

INDIRECT/DIRECT RATIO

2.65 1.95
027 4.50 Micro~Teaching
1.21 3.78 2.41 Not
3.75 3.92 Significant
2.53 2.66 Classyroom
2.00 1.58 2.55 3
4.70 1.95 |
1.08 1.51
2.44 028
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The third hypothesis-~-the experimental group will acquire &8 grestey
number of ailternative teaching patteris. Using the rules for dotermining
major and minor teaching patterns witi extensions (fmidon and Fianders) the
composite matrix of teachers in the m:cro-teaching group exhibits both a
w3jor and minor pattern. The w2jor pittern consists of 4s10=2-4 (tesches
question-student elicited response-teicher praise-teacher question)
and 8 minor pattern, 4-11-2-6-4 (teacter question~student emitted response-
teacher praise~teacher lecture-teache: question). The composite matxix of
teachers in the classroom group shows only 2 major pattern. Although the

evidence is not conclusive, the dual rattern does suggest a greater degree

of flexibility {n the micro-teaching group. This tends to follcw the
rationale provided in thz intreduction of this paper; namely, if teachers
have a larger repertory of specific teaching behaviors, they can behave with
] greater flexibility in the classroom. Figures 1 and 2 show the micro-teaching
and classroom teaching patteras.

The fourth hypothesis--students in the experimental group will make
; a significantly greater number of "emitted" responses. An inspection of
Flgure 3 indicates that the subjects in the micro-teaching group did make

a significantly greater number of emitted responses and a significantly

; lesser number ¢f elicited responses. Figure 3 illustrates graphically how
the percentage of tallies compare for the teachers in both groups wita

respect to the verbal response in the sixteen categories.

Analysis and Discussion

A composite matrix showing the average percentage of total tallies
E for the micro-teaching group is presented fn Table III. Also, Table IV
shows the composite matrix for the control group. The total of each :olumn

indicates the average percentage of tallies recorded for that categor; and
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Major Teaching Pattein = 4<10-Z.4

Himoy Teaching Patternn = 4011.2-6«4

Figure 2
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is o measure of the percentags of tiaz teochavs urs a pagticulay
catecgory.

The "¢ test was used to determine the sipgnifieance lszvel for the
sixteen categories under the Hough Chservaiion Sysiewm, (Figure 3).
Those categorizs reachking significant level:, ~loig with their xespective

means, are rededted here.

Category Micro-Teaching Ciassroom Level of Significance
1e243 M 16.66 M 11.91 t 1.5@ .10

7-8-4 ® o 1.33 0o 3.82 t 1.63 @ .10

10 M 11.00 N 21,70 £ 4,35 @ 0005

i
b
\Q
oy

11 17.40 t 1.92 @ .05

g
Pl

It is intezesting to note that the control zxoup has & vegy hiph
leve. of significance in category 10 (student-elicited responss) whercas
the nicrowtesaching group shows significance in catgery 11 (student-emitted
response). Referring back to the compesite watyiy, Table III,
for the micro-teaching group, it is evident drom tie sveady stete eell (1ie11)
that approximately one-fourth of the total in colu wm 11 was representative
of cuatinuous student talk. This suggests that tiz ¢lass time was not
dominated by & few students for a considerabie ler sth of time.

Categories 7-8-9 (corrective feedback, dirc:tions 2nd commands, and
eriticism) weve used more than fouy times as ofter by the control group as
by the miero-teaching group. The distribution of the control group shows
& larze part of this differsnce due to the 8-8 cell (continuous teacher
directions and commands) and also dimctioms preced :d by teacher questions.
An a:sumption here is that the eontrel group teact :rs tended to avoid the

use ¢f silence after 2 teacher questzon and instez i, filled in with

additional directions and/or commends. Some atier icn was given to the
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miero-teackisg group ir the use of silence after a teachsy question, attsmpt.
ing to premote thinking and comtemplation on the part of the student ;.

Categories 1 and 3 for both groups are quite similay but it §:

interesting to nota thit the micro-teaching group almost evenly divided
their use of praise between cells 10-2 and 11-2. It is assumed the Lype
of response had 1ittls effest on the amount of teacher praise. This could,

in part, be the reason for the micro teaching group's heving both a tn jiore

and minor tesching patiarn.

Conclusions

The results of ¢1e preliminary study indicate that teasher ca:ididates

recelving individually srescribed micro-teaching tra2ining modules wi .l

acquire and fimplement ¢ significantly greater number of specific teaching

oehaviors than candidat2s not receiving such training.

The results alsc sugpest that teachers trained in this manner wilil

be more flexible and will exhibit alternative tedching patterns.

These are prelirinary findingg and should in no way be considered

conclusive.




{.

20

sppendix

Perfopmaace Critepia for MicresTeaching

Spapific Teaching Behavior: Maintaining Pupil Task-Oriented Sehavior

This speeific teacher behavier imcludes tesching behaviore whica elieit

andfor reward taskeorientaed pupil behavior and step nen-task oricnted supil

hehavior. Taskeoriented pupll behavior is defined &s the sttending, wirking,
and pagticipatory behaviors of pupils determined essential to the leariingtask.

Teachier Behaviors

in an instructional setiing, the teacher may:

1. guide pupils in setéing classroom bzhavioy norms and procedaves
for monitoring.

2. direct pupils {independently and together) iw a szlfezpprai sal
of their task.oriented beharior.

3. systematicaliy assess the actending and participatory behsviors
of each pupil by observing pupils® posture, direction of paze
line, substaniz of student wesponses, ete.

4. given an instdnce of nonetask sriented behavior, discriminately
implement the following behaviors in terms of indiwidual pusil
nceds and the influence of the nen-task oriented behavior ¢y other
studengs and the projected =ffect of the control techmique {rippie
effect)?

(@) Desi stance Behaviors -~ The teacher makes & direct altempt
to stop the non-task oriented behavior by:

1. pointing out the deviant behavior.
2. addressing the pupil.

3. zemoving distraction.

4., waking a statement to desist.

5. exhibiting non-verbal disapproval.
6. approaching the deviant.

(b) Prompted Reward Behavior - The teacher ignsrzer the Jeviant
behavior and induces and reinforces task-oriented behavior
by:

1. reinforveing 2 student's instructional response.
2. reinforcing & response of the non-deviant.
3. rzinforcing a ryesponse to the redirected question
to the non~deviant.
4. roinforeing the desired behavior.
; 5. administeving a general reward to the class.
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(o) Withholding Sanctions - The teacher ignores the nonetask
orlented (deviant) bzhavior when he is aware ihat it has
ocouryed apd may?

E» direct a content-related question to the devians:.

2o dirmoet 4 guestion to @ nonedevianto

3. incorpovate the deviant®s response into an
tnstyuctional point.

4. rvedivest & questior to & non-deviani.

5. wmequest positive behavier.

6. positively sanction behavior that might be consirued
as deviant.

7. ask a ronecontent question.

The teacher®s acquicitinn of the behaviors presented will permit him to
control deviant behevior 2s it occurs in the classroom and at the same time
induce snd roinfoice pupils® taskeovicented behaviors. A full repertelre of
alternative controlling behaviors permits the feacher to diseriminately use

the behavior appropriate to the situation and the individual pupil.
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